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54A DESCRIPTION OF TEACHERS' SENSE OF SELF-EFFICACY OF THE
FIRST GRADUATE ELEMENTARY PRE-SERVICE TEACHER COHORT
AT
OREGON STATE UNIVERSITY
INTRODUCTION
Self-referent thought mediates the relationship between knowledge
and action. Individuals judge their capabilities and through their self-
percepts of efficacy affect their motivation and behavior (Bandura, 1982).
Self-efficacy is an important determinant in the degree of effort the
individual will expend, and the length of time he will persist in situations
containing many ambiguous, unpredictable, and often stressful situations
(Bandura, 1981). In social and intellectual pursuits, highly efficacious
individuals will expect favorable outcomes while self-doubters will expect
mediocre performances (Bandura, 1986). Individuals may believe that
particular behaviors will produce particular outcomes but, if they do not
believe that they can successfully perform the necessary activities, they
either will not initiate relevant behaviors or, if they do, they will not persist
(Gibson and Dembo, 1984).
Purpose of the Study
The purpose of this study was to assess the change in the sense of
self-efficacy in a group of graduate preservice elementary teachers as they
progressed through a calendar year Master of Arts in Teaching (MAT)
degree program.2
Relevance of the Study
Teacher efficacy has been identified as a variable responsible for
differences in teaching effectiveness (Gibson and Dembo, 1984). Brophy
and Evertson (1976) found that those teachers whose students achieved
better than expected learning gains reflected positive attitudes that they
could teach and students could learn. Other studies (Armor, et al., 1976;
Ashton, 1984; Ashton and Webb, 1986; Berman and McLaughlin, 1977;
Denham and Michael, 1981) provided evidence that the greater the teacher's
sense of efficacy, the more students' improved in academic achievement.
Teachers' sense of efficacy was suggested to be a multidimensional
construct consisting of at least two dimensions that are congruent with
Bandura's two-component model of self-efficacy (Ashton & Webb, 1986;
Gibson & Dembo, 1984, Tracz & Gibson, 1986). The majority of
investigations of teacher efficacy that follow the psychological tradition
have utilized either the procedure developed by Ashton and Webb/Rand
(1986) or the procedure developed by Gibson and Dembo (1984) to measure
teacher efficacy (Woolfolk and Hoy, 1990).
Glickman and Tamashiro (1982) suggested that a teacher's sense of
efficacy is an important factor for long-term retention in the teaching
profession. Good and Tom (1985) recommended that researchers trace how
the prospective teacher's sense of efficacy might be affected by his/her
teacher education program. Ashton & Webb (1986) suggested that when
students enter teacher education, the magnitude, strength, and overall sense
of efficacy should be assessed and reassessed. Specifically, assessment
should be undertaken during the students' participation in experiences
which could affect their sense of efficacy.3
Weinstein (1989) believed that to improve the effectiveness of teacher
education and consequently more directly address the sense of efficacy of its
students, teacher educators must ask the following questions: (a) are our
beliefs concerning good teaching discrepant from our students, (b) is the
faculty in agreement about what defines good teaching, (c) are our beliefs
and programs consistent, (d) are students challenged to examine and put
forward their conceptions of teaching, and (e) does teacher education
provide alternative conceptions for students to consider. Moreover, those
teacher education programs that aim at developing teacher efficacy should
develop teachers who possess the motivation and sense of professional
competence essential for effective classroom performance (Ashton, 1984).
Oregon State University no longer offers an undergraduate
baccalaureate teacher education program. OSU chose to develop the Master
of Arts in Teaching degree because the demands of teacher education at the
graduate level were judged to be incompatible with existing degrees (MEd,
MS, MA, MAIS). Moreover, those OSU faculty and the teachers and
administrators who helped plan the new program believed the MAT to be
the single best degree model available today for teacher education (Oregon
State University, 1991). Therefore, tracing the development of Master of Arts
in Teaching (MAT) preservice teachers' sense of efficacy during their
preservice calendar year teacher education program would contribute to
the knowledge regarding one aspect of the effectiveness of OSU's
experimental MAT program.
This researcher found no evidence in the literature that a study of
teacher efficacy using the Teacher Efficacy Scale (Gibson and Dembo, 1984)
has been conducted in a graduate teacher education program leading to the4
award of a Master of Arts in Teaching degree as well as the candidate's
basic teaching license.
Objectives of the study:
1. To measure the sense of teachers' self-efficacy which exists within
a group of graduate, pre-service elementary teachers.
2. To determine whether the initial sense of self-efficacy changed
after:
A. Completion of the cohort's first quarter of
professional coursework within the Master of Arts in
Teaching program.
B. Completion of the cohort's first classroom field
experience within the Master of Arts in Teaching program.
C. Completion of the cohort's Master of Arts in Teaching
program.
3. To determine whether differences existed in the cohort's sense of
self-efficacy when compared to the following selected independent
variables:
A. Age.
B. The number of years between completion of the
baccalaureate degree and entrance into the Master of Arts in
Teaching program.
C. Scores earned on the General Knowledge
and Communication Skills components of the National
Teacher Examination (NTE).
D. Baccalaureate degree major.5
Limitations of the Study
1. The population for this study consisted of all graduate students
enrolled in the MAT elementary education program at Oregon State
University.
2. The study was conducted with graduate, preservice elementary
teacher candidates at a Oregon State Universityone of eight
schools in the Oregon State System of Higher Education.
3. Participants were placed in schools that differed in size,
socioeconomic status, and rural and urban settings.
4. Most participants in the study had minimal teaching experiences
and experience working with children prior to entry into the MAT
program.
5. The preservice program covered a full calendar year rather than
an academic year.
Definition of Terms
Self-Efficacy: Self-efficacy is defined as people's judgments of their
capabilities to organize and execute courses of action required to attain
designated types of performances. It is concerned not with the skills one
has but with judgments of what one can do with whatever skills one
possesses (Bandura, 1986, p. 39).
Teachers' Sense of Efficacy: The extent to which teachers believe that they
have the capacity to affect student performance (Ashton, 1984, p. 28).6
Teaching Efficacy: The teacher's belief in the extent to which students can
be taught given such factors as family background, IQ, and school
conditions (Gibson & Dembo, 1984).
Personal Teaching Efficacy: The teacher's evaluation of his/her ability to
bring about positive student change (Gibson & Dembo, 1984).
Pre-Service Teacher: A teacher education student who has not completed
his/her degree program requirements.
Master of Arts in Teaching Degree (MAT): The MAT is a 48 credit master's
degree program serving teacher education students.
Baccalaureate Degree Major: The baccalaureate major is an extensive
program of study in a designated subject area (Oregon State University,
1991).
Elementary School Grades Teacher: A teacher certified to teach in grades
K-9 in schools in the state of Oregon.
NTE Core Battery: A standardized examination designed to measure the
academic achievement and basic proficiency of college students entering,
enrolled in, or completing teacher education programs. The battery consists
of three separate tests: General Knowledge, Communication Skills, and
Professional Knowledge (Educational Testing Service, 1992).7
NTE General Knowledge Test: This test assesses the examinee's knowledge
and understanding of various disciplines and their interrelationships. The
test consists of four separately timed 30-minute sections: Literature and
Fine Arts, Mathematics, Science, and Social Studies (Educational Testing
Service, 1992).
NTE Communications Skills Test: This test assesses the examinee's
knowledge and skills in the areas of listening, reading, writing (multiple
choice) and writing (essay) (Educational Testing Service, 1992).8
LITERATURE REVIEW
Basis of Teachers' Sense of Efficacy
A review of the literature revealed that many of the present day
definitions of teacher efficacy can be traced to the work of Heider (1958) and
White (1959). Heider indicated that the results of human action are
dependent on the interaction between the individual and his environment.
White (1959) provided a more direct reference to the concept of efficacy. He
argued that effectance motivation [efficacy] constitutes dealing with one's
environment through a continuing set of transactions that gradually change
one's relationship to that environment. Furthermore, satisfactory
interaction with one's environment lies in:
a considerable series of transactions, in a trend of behavior
rather than a goal that is achieved. It is difficult to make the
word 'satisfaction' have this connotation, and we shall do well
to replace it by 'feeling of efficacy' when attempting to indicate
the subjective and affective side of effectance....Effectance
motivation similarly aims for the feeling of efficacy, not for the
vitally important learnings that come as its consequences
(White, 1959, pp. 322-323).
The theoretical framework for most of the current psychological
grounded research of teacher efficacy has been developed in large part from
Bandura's (1977) theory of self-efficacy.
Perceived self-efficacy is defined as people's judgments of their
capabilities to organize and execute courses of action required
to attain designated types of performances. It is concerned
not with the skills one has but with judgments of what one can
do with whatever skills one possesses (Bandura, 1986, p. 39).
Bandura's (1977) theory rests on the principal assumption that
psychological procedures act as means of creating and strengthening
expectations of personal efficacy. "Humans, who engage in considerable9
self-reflective thought, boost or undermine their efforts by beliefs about
their capabilities. Any theory of human behavior must, therefore, consider
the influential role played by self-referent thought." (Bandura, 1986, p. 412).
Bandura (1977) hypothesizes that self-efficacy is comprised of response
outcome expectancy beliefs and efficacy expectations. He believes that
outcome expectations are the individual's judgments that specific
performances are likely to result in a particular consequence, and that self-
efficacy expectations are personal capability estimates of achieving a given
level of performance.
Efficacy expectations vary in magnitude, generality, and strength
(Bandura, 1977). Bandura indicated that when tasks are ordered according
to level of difficulty, efficacy expectations of different individuals may
extend from simpler tasks to those of a highly taxing nature. He argues that
some efficacy expectations create a general sense of mastery while other
experiences create specific mastery expectations. Moreover, he states that
weak efficacy expectations are easily extinguished by disconfirming
experiences. On the other hand, individuals who possess a strong sense of
efficacy will continue to strive for mastery in the face of disconfirming
experiences.
Efficacy expectations are based on four sources of information:
performance accomplishments, vicarious experiences, verbal persuasion,
and emotional arousal (Bandura, 1977). Bandura believes that (a)
performance accomplishments are especially important because they
represent personal mastery accomplishments, (b) vicarious experiences
contribute efficacy information by generating expectations in the observer
that if others can succeed, he should be able to improve if sufficient effort
and persistence are expended, (c) because of its ease and ready availability,10
verbal persuasion often functions as a means of leading the individual to
believe that he can successfully cope with situations that have proved
overwhelming in the past, and (d) emotional arousal functions as a source
that can affect perceived coping ability in stressful situations.
Gibson and Dembo (1984) as well as Ashton and Webb (1986)
developed two-dimensional constructs based on psychological theory to
describe the teacher's sense of efficacy. These researchers separated the
teacher's overall sense of efficacy into the dimensions of teaching efficacy
and personal teaching efficacy. Teaching efficacy was posited to be the
belief that any teacher's ability to cause change to occur is affected by factors
external to the teacher. Personal teaching efficacy was argued to be the
teacher's belief that he possesses the specific skills and abilities to cause
student learning to occur.
The Broader Views of Efficacy
A teacher's sense of efficacy, while generally construed as a personal
variable, has also been examined as an overarching construct within the
context of social institutions (Barfield & Burlingame, 1974; Berman,
McLaughlin, Bass, Pauly, & Zellman, 1977; Fuller, Wood, Rapoport, &
Dornbusch, 1982; and Hoover-Dempsey, Bassler, & Brissie, 1987). For
example, Hoover-Dempsey, et al. (1987) hypothesized that teachers' beliefs
about their efficacy combined within schools to create a sense of efficacy
characterizing the school. Furthermore, specific organizational qualities,
such as a principal's perceptions of teachers' efficacy, organizational
rigidity, and instructional coordination of individual schools as settings
were suggested as influential determinants of the efficacy of teachers in the
school. Fuller, et al. (1982) suggested that ethnographic as well as empirical11
inquiry would be helpful in determining how school settings affect an
individual teacher's beliefs about efficacy.
Other studies (Ashton & Webb, 1986; Gibson & Dembo, 1984; Tracz &
Gibson, 1986) suggested that teacher efficacy may vary in strength and
effect depending upon the teacher's perception of situational variables.
Gibson and Dembo (1984) suggested that a teacher's sense of efficacy may
influence persistence and feedback behaviors. For instance, they reported
small but statistically significant differences in mean criterion feedback
patterns of low and high efficacy teachers to incorrect student responses.
"When students gave an incorrect response to low efficacy teacher
questions, 4% of these interactions resulted in teacher feedback in the form
of criticism. However, "no observations of criticism occurred in any of the
high efficacy teachers' rooms" (Gibson and Dembo, 1984, p. 577). Moreover,
the teacher's sense of efficacy is a multidimensional construct with context
variables representing dimensions of that construct (Guskey, 1987).
Brookover, Beady, Flood, Schweitzer, & Wisenbaker (1979) found in a
study of two predominantly black and two predominantly white lower
socioeconomic status schools that teachers in the higher achieving black and
white schools who expressed a strong sense of efficacy that higher
achievement was a reasonable and attainable goal translated this belief into
behaviors associated with increased student achievement. Conversely,
teachers in the two lower achieving schools were "more willing to blame
lower achievement on the family backgrounds of their students than they
were to accept responsibility for the impact that their attitudes and
behaviors had on student achievement" (Brookover, et al., 1979, p. 120).
Guskey (1982) found that teachers used different causal attributions to
explain, in terms of a particular group of students, positive as opposed to12
negative student learning outcomes. Guskey (1982) indicated that when
teachers were asked to explain the causes for positive and negative student
outcomes, teachers generally tended to attribute student successes to
teacher ability and effort rather than to student ability. However, when an
entire group of students were unsuccessful, teachers placed primary
emphasis on external causes, such as, the perceived difficulty in teaching
that group of students. Likewise, in a subsequent study Guskey (1987)
found there was little relationship between the efficacy teachers assume for
students' positive learning outcomes versus that which they assume for
students' negative learning outcomes. Furthermore, Midgley, Feldlaufer,
and Eccles (1989) found that students with more efficacious teachers had
higher expectations about their performance than did students with less
efficacious teachers.
Directions of Efficacy
Research studies examined took one of two directions. First,
practicing teachers' sense of efficacy was examined in studies conducted by
Armour, et al. (1976), Ashton & Webb (1986), Berman, et al. (1977), Gibson &
Dembo, (1984), Glickman & Tamashiro (1982), Tracz & Gibson (1986),
Trentham, et al. (1985), and Woolfolk, Rosoff, & Hoy (1990). In these
studies, teaching efficacy was referred to as the extent to which teachers
believe they have or lack the capacity to influence student performance.
Brandt, (1986) indicated that teachers who are unusually effective in having
their students learn well tend to be generally confident about their teaching
abilities and very positive in their feelings toward teaching. Such teachers
typically have a strong sense of efficacy (Guskey, 1988). Denham & Michael
(1981), for example, suggested that a strong sense of efficacy may be one13
determinant that distinguishes effective teachers from their less effective
counterparts. They further suggested that effective teachers do more than
demonstrate effective classroom behaviors; they exhibit the motivation to
consistently strive to accomplish desired goals and continue to modify their
behavior to that end. Guskey (1987) argued that experienced teachers
accepted significantly greater personal responsibility for lower student
achievement when results were based on an entire group or class of
students, compared to when a single student did poorly. "Apparently these
teachers perceived the individual learning problems experienced by some
students as particularly difficult to influence through their personal effort
and pedagogical skill" (Guskey, 1987, p. 43).
The second direction examined preservice teachers' efficacy. One
group of studies (Brousseau, Book, & Byers, 1988; Gorrell & Capron, 1987,
1988, 1990; Gretes & Wolfe, 1987; Hollingsworth, 1989; Hoover, Kaiser, &
Podlich, Jr., 1965; Weinstein, 1989; Woolfolk & Hoy, 1990) investigated the
beliefs, attitudes, perceptions, concerns, expectations, self-expressed
competence, feelings of preparedness, and preconceptions of individuals
enrolled in teacher education programs. Results of these studies
demonstrated concurrence with what was accepted in the literature as
preservice teachers' sense of efficacy.
Housego (1990) stated that preservice teachers' sense of efficacy is an
important outcome of their preparation. He further asserted that feelings of
preparedness may influence the preservice teacher's ability to perform a
number of teaching tasks essential to initial success in the classroom milieu.
Evans and Tribble (1986) used the Teacher Efficacy Scale (Gibson and
Dembo, 1984) to measure the sense of efficacy of 179 preservice teachers and
found that elementary preservice teachers expressed significantly higher14
levels of personal efficacy and general teaching efficacy than did their
secondary counterparts. Moreover, females expressed significantly greater
levels of personal teaching efficacy and general teaching efficacy than did
males, regardless of teaching specialty.
The literature further revealed that studies conducted by Brousseau,
Book, & Byers (1988), Starko & Schack (1989), and Weinstein (1988; 1989)
utilized comparisons between preservice and inservice teachers' sense of
efficacy. Brousseau, et al. (1988) found that in general preservice and
inservice teachers across all levels of experience believed that teachers'
efforts could improve education. Furthermore, the level of optimism
expressed by preservice teacher candidates was higher than for more
experienced teachers. Moreover, as classroom experience increased, the
level of teachers' sense of efficacy decreased. Weinstein (1988; 1989) found
that preservice teachers in both studies demonstrated an "optimistic bias."
Optimism was greatest for those tasks perceived by preservice teachers to
be under their control. In contrast, significantly less optimism was
indicated for those tasks perceived as being controlled by sources
independent of the teacher.
Starko and Schack (1989) investigated the relationship between
perceived need, teacher efficacy and the use of selected teaching strategies
recommended for gifted and talented students among preservice teachers,
inservice classroom teachers, and teachers of the gifted. Preservice and
inservice classroom teachers were classified as "novices" as compared to
"experts" identified as experienced teachers of the gifted. Findings
indicated that correlations between teacher efficacy and need and between
teacher efficacy and use were consistently higher than correlations between
need and use.15
Two-dimensional Efficacy
The study of teachers' sense of efficacy has received increased
research attention because of the suggested positive effect on student
achievement. The currently accepted utilization of two independent
dimensions of teacher efficacy was first introduced in educational research
as a measure of teachers' feelings of classroom efficacy in two studies
conducted for the Rand Corporation by Armour, et al. (1976) and Berman, et
al. (1977). In these studies, a measure of teacher efficacy was determined
from responses to two 5 point Likert-type scale statements described as
Rand (a) "If I really try hard, I can get through to even the most difficult or
unmotivated students" and Rand (b) "when it comes right down to it, a
teacher can't do much [because] most of a student's motivation and
performance depends on his or her home environment" (Armour, et al.,
1976; Berman, et al., 1977).
Rotter's (1966) social learning theory served as the theoretical
framework for the two Rand items. Rotter argued that individuals who
exhibited an internal locus of control believed that the reinforcement
resulting from a given event was largely contingent upon their own
behavior. Conversely, individuals with an external locus of control were
identified as those who believed external forces, not contingent upon their
actions, were responsible for obtained results.
Not only do subjects in general differentiate learning
situations as internally or externally determined but
individuals differ in a generalized expectancy in how they
regard the same situation. Such generalized expectancies can
be measured and are predictive of behavior in a variety of
circumstances (Rotter, 1966, p. 25).
Gibson & Dembo (1984) utilized the Rand (a) statement, "If I really try
hard, I can get through to even the most difficult or unmotivated students"16
and the Rand (b) statement, "when it comes right down to it, a teacher can't
do much [because] most of a student's motivation and performance
depends on his or her home environment" as well as teacher interviews to
develop the Teacher Efficacy Scale, which was designed to measure the two
hypothesized dimensions of personal teaching efficacy and teaching
efficacy. Gibson and Dembo's (1984) investigation suggested that personal
teaching efficacy was represented by Rand statement (a) and teaching
efficacy by Rand statement (b). Moreover, they stated that these statements
were congruent with Bandura's (1977) theory of self-efficacy. Gibson and
Dembo further suggested that Rand statement (a) was an efficacy
expectation and that Rand (b) was an outcome expectancy expectation. As
a result of their research, these authors hypothesized that two independent
dimensions of teacher efficacy existed. However, Woolfolk and Hoy (1990)
presented evidence that questioned Gibson and Dembo's (1984) contention
that Rand item (b) is an outcome expectation.
Woolfolk and Hoy (1990), citing a personal conversation with
Bandura (June 2, 1988), suggested that Rand (b) was an efficacy expectation
because it involved the teacher's potential to perform. They argued that the
efficacy expectations associated with Rand (b) relate to generalized beliefs
about teachers as opposed to one's personal estimates of capability.
Moreover, the scope of the outcomes associated with this performance
could include a wide variety of consequences. The explanation provided by
Woolfolk and Hoy (1990) proved to be an accurate interpretation of efficacy
and outcome expectancies as explained by Bandura (1977).
The findings of the multidimensional nature of teachers' sense of
efficacy and instrument resulting from Gibson and Dembo's (1984) study
influenced and received support from subsequent studies (Ashton & Webb,17
1986; Dembo & Gibson, 1985; Evans & Tribble, 1986; Housego, 1990; Tracz &
Gibson, 1986; Woolfolk & Hoy, 1990; Woolfolk, et al., 1990). These studies
supported the belief that when teacher efficacy exists as a two-dimensional
construct comprised of general teaching efficacy and personal teaching
efficacy that these dimensions can be successfully measured.
Instrumentation and Statistical Measures
A majority of the studies examined relied on Likert-type scaled
instruments to measure teacher efficacy. In addition to quantitative data
analysis, however, authors Gibson and Dembo (1984); Hollingsworth (1989);
Tracz & Gibson (1986); Weinstein (1989) employed qualitative measures
such as subject interviews, written self-evaluation, responses to open-ended
questions, and observations as part of their investigations. Guskey (1987)
used an instrument which required subjects to indicate a percentage of
agreement (0-100%) to specific statements as a measure of teacher
responsibility for positive and negative student outcomes. Furthermore,
Guskey used the resultant responsibility responses as a measure of teachers'
sense of efficacy.
Teacher Efficacy and Teacher Education Improvement
The studies cited in this research were primarily concerned with two
possible relationships: (a) the relationship between teacher efficacy and
student achievement (Armor, et al., 1976; Ashton & Webb, 1986; Berman, et
al., 1977; Evans & Tribble, 1986; Trentham, et a1.,1985) and (b) the study of
teachers' sense of efficacy as it relates to the success of teacher education
programs and students (Denham & Michael, 1981; Gorrell & Capron, 1990;
Hollingsworth, 1989; Housego, 1990; Weinstein, 1989). The implied,18
significant relationship between teacher efficacy and student achievement
and between preservice teacher efficacy and initial success as an inservice
teacher, as examined in these studies, provided ample suggestions
regarding the role of teacher education in better preparing the prospective
teacher.
Brousseau, et al., (1988) suggested that studies be undertaken to
determine if, at any time, factors could be introduced into the teaching
culture which could open the processes of education to needed changes and
innovations. Moreover, they cautioned teacher education not to attempt "to
influence orientations to teaching based on simplistic models of how
teachers function in specific contexts" (p. 39).
Ashton & Webb, (1986) suggested that when students enter teacher
education, the magnitude, strength, and overall sense of efficacy should be
assessed and reassessed. Particularly, assessment should be undertaken
during the students' participation in experiences which could affect their
sense of efficacy. Furthermore, Evans and Tribble (1986) and Housego
(1990) pointed to the need for teacher education programs to aid in
preserving and increasing whatever commitment and realistic efficacy
levels preservice teachers possess.
Guskey (1981) found that teachers' expectations regarding
responsibility for student success or failure might be closely associated with
those teacher's expectations [sense of efficacy] for student learning. He
suggested that teacher education training programs could be designed to
enhance and have a positive impact on preservice teachers' sense of
responsibility for student success.
Weinstein (1989) posed several questions regarding the role teacher
might play in affecting the efficacy of teacher education students. She19
argued that to improve its effectiveness and consequently more directly
address the sense of efficacy of its students, teacher education must ask: (a)
are our beliefs concerning good teaching discrepant from our students, (b) is
the faculty in agreement about what defines good teaching, (c) are our
beliefs and programs consistent, (d) are students challenged to examine and
put forward their conceptions of teaching, and (e) does teacher education
provide alternative conceptions for students to consider.
Denham and Michael (1981) addressed both preservice and inservice
teachers' efficacy. These investigators suggested that teacher education
could positively affect preservice teachers' sense of efficacy by convincing
these students that they possess special knowledge. The authors stated this
to be a difficult task at best. Support from peers was posited as a factor
influential in building an improved sense of efficacy. Lortie (1975) stated
that beginning teachers' perceptions and interpersonal skillsboth of
which affect the sense of efficacyare dependent on external advice and
classroom events. Lortie further posited (1968) that participation in the
"shared ordeal" may contribute to an increased positive feeling about
oneself as well as a sense of solidarity and collegiality shared by fully
participating members of a profession.
Housego (1990) suggested that teacher education increase its attention
regarding the relationships between personal teaching efficacy and general
teaching efficacy and preservice teachers' feelings of preparedness to teach.
Furthermore, teacher education programs should understand the need for
relevant experience and its link to the teacher's sense of efficacy, which can
impact teaching performance and student receptiveness (Ashton and Webb,
1986). Understanding those personal variables and causal attributions
which may influence efficacy was argued as an important consideration for20
modifying the preservice teacher's sense of efficacy (Denham & Michael,
1981). By employing cognitive modeling, teacher education programs may
become increasingly effective in transferring specific successful classroom
practices and in fostering an increase in preservice teachers' sense of efficacy
(Gorrell & Capron, 1990).
Hollingsworth's (1989) qualitative study suggested that contrary to
commonly held beliefs, efficacy may not be reduced, but enhanced by
placing preservice teachers with cooperating teachers with whom they
share dissimilar views. Furthermore, she found that selecting cooperating
teachers simply because they have the proper "fit" within the program is not
necessarily beneficial to the preservice teacher. Hollingsworth's results
indicated that matched pairings hindered rather than increased growth.
Sequential ordering of program focus to prevent cognitive overload, more
flexibility to help entering students with different beliefs understand the
variables of the classroom, and further studies of the impact and influence
of supervisors on the preservice teacher's knowledge growth might assist
the preservice teacher to develop a higher sense of efficacy (Hollingsworth,
1989).
According to Woolfolk & Hoy (1990), teachers' sense of efficacy may
be derived from a single source or it may be formed from a composite of
beliefs. Moreover, teacher education programs can have an effect on the
preservice teacher's sense of efficacy. However, the authors argued that to
draw intelligent conclusions from the available studies of teacher efficacy, it
is imperative to determine how efficacy is defined in the context of each
study.21
METHODS AND PROCEDURES
The purpose of this study was to assess the change in the sense of self-
efficacy in a group of graduate, preservice elementary teachers as they
progressed through a calendar year Master of Arts in Teaching (MAT)
degree program.
The following items are described in this chapter:
1. Instrumentation
2. Population
3. Data Collection Procedures
4. Research design
Instrumentation
The preliminary development of the Teacher Efficacy Scale (Gibson
and Dembo 1984) to assess the sense of teaching efficacy and personal
teaching efficacy of experienced teachers was developed in a pilot study
where 53 items were administered to 90 inservice teachers. The initial pool
of items were derived from teacher interviews and from those
characteristics identified in the literature as indicators of teachers having a
sense of efficacy. Data were factor analyzed. Items with poor variability
were eliminated. Only those items that loaded on one of the two substantial
factorsteaching efficacy and personal teaching efficacywere
maintained (Gibson & Brown, 1982).
The revised Teacher Efficacy Scale (Gibson and Dembo, 1984) was
comprised of thirty items presented in a Likert scale format, and was
subsequently administered to 208 elementary school teachers (K-6) whose
teaching experience ranged from 1 to 29 years. The subjects were required
to select from a six point Likert-type scale a number from 1-6 (1= strongly22
disagree; 6= strongly agree) to indicate the degree of agreement with each
statement. Subject participation was voluntary and anonymity was assured.
Most subjects were able to complete the thirty responses within fifteen
minutes (Gibson and Dembo, 1984).
Gibson and Dembo (1984) reported that two uncorrelated factors
emerged. Factor one, accounted for 18.2 per cent of the total variability, and
was identified as personal teaching efficacy (PTE). Factor two, accounted for
10.6 per cent of the total variability and was identified as teaching efficacy
(TE). Chronbach's alpha coefficients of .78 for the Personal Teaching
Efficacy factor and .75 for the Teaching Efficacy factor were reported.
Acceptable reliability coefficients ( > .45 ) resulted for sixteen of the thirty
items that loaded on one or the other of the two factors. A reliability
coefficient of .79 was reported for the combined sixteen items. Woolfolk
and Hoy (1990) sampled one-hundred eighty-two preservice teachers and
reported similar reliability coefficients when replicating Gibson and
Dembo's (1984) procedures.
Population
The population (N = 49) for this study were all the individuals
admitted to the first (1991-1992) graduate, preservice elementary MAT
cohort at Oregon State University which began in the Summer Session,
1991. The composition of the population consisted of forty-six females and
three males. Subject mortality reduced the population from forty-nine to
forty-six subjects.
The Master of Arts in Teaching is a new program at Oregon State
University. Criteria for admission to the MAT program were severe.
Criteria included: (a) a minimum grade point average of 3.0;23
(b) documented successful work with children; (c) passing scores on the
National Teacher Examination or the California Basic Educational Skills
Test (CBEST); (d) evaluation of the applicant's written work, and (e)
interviews by a 3-person committee which included a classroom teacher, a
public school administrator, and a university professor. Only fifty
applicants were selected from an applicant pool of one-hundred twenty-
five. Because all the students in the cohort were used in this study, random
sampling procedures were not used.
Data Collection Procedures
Data were collected from the administration of the Teacher Efficacy
Scale (Gibson and Dembo, 1984). Subjects were required to select and circle
on a Likert-type scale a number from 1-6 (1= strongly disagree; 6= strongly
agree) to indicate the degree of agreement with each of the thirty statements
comprising the Teacher Efficacy Scale. Subjects' participation was
voluntary. Subjects were given fifteen minutes to complete the thirty
responses.
To determine the subjects' sense of self-efficacy, the Teacher Efficacy
Scale was administered at the following four intervals during the subjects'
MAT program:
1. Week one of summer session 1991 (June, 1991).
2. Week eight of summer session 1991 (August, 1991).
3. Week nine of fall term 1991 (November, 1991).
4. Week ten of spring term 1992 (June, 1992).
The first administration was selected to establish a base line measure of
the subjects' sense of personal teaching self-efficacy and a sense of general
teaching self-efficacy. Interval two was selected to examine how the subjects'24
sense of self-efficacy may have been affected by their first quarter of
professional coursework within the MAT. The time of the third
administration was selected to examine the affect of the initial classroom
teaching experience within the MAT program on the subjects' sense of
personal teaching self-efficacy and their sense of general teaching self-
efficacy. The final administration time was selected to examine the subjects'
sense of personal teaching self-efficacy and general teaching self-efficacy at
the completion of their Master of Arts in Teaching program.
Personal Teaching Efficacy and General Teaching Efficacy served as
the dependent variables for this study. To determine whether significant
differences existed, Personal Teaching Efficacy and General Teaching
Efficacy were compared to the independent variables of (a) age, (b) the
number of years between receipt of the baccalaureate degree and entry into
the MAT, (c) scores earned on the Communication Skills and General
Knowledge components of the National Teacher Examination, and (d)
baccalaureate degree major.
Research Design
The research design and statistical analysis were developed in
consultation with a statistical consultant from the Oregon State University
College of Home Economics and Education.
Statistical Analyses: Statistical analyses were conducted using the
Statistical Package for the Social Sciences (Nie, Hull, Jenkins, Steinbrenner, &
Bent, 1975). Data were analyzed using factor analysis, correlation
coefficients, means and standard deviations, multiple regression, and linear
regression techniques. According to Nie, et al., factor analytic techniques
enable the researcher to determine whether some underlying pattern of25
relationships exist within data. Correlation coefficients summarize the
strength of association between a pair of variables by indicating the degree
to which change in one variable is related to change in another (Nie, et al.,
(1975). Stepwise multiple regression is utilized when the researcher wishes
to determine (from greatest to least) those independent variables accounting
for the most variance in the dependent variable (Nie, et al., 1975). The
objective of linear regression is to locate the best-fitting straight line through
a set of interval-level data points. This method is based on the beliefs that
the best-fitting line is one that minimizes the vertical distances of all data
points from the line and that most variables of interest to social scientists are
assumed to be related in a straight-line manner (Nie, et al., 1975).26
RESULTS OF DATA ANALYSIS
The purpose of this study was to assess the change in the sense of
efficacy in the first cohort of graduate preservice elementary teachers as
they progressed through a Master of Arts in Teaching (MAT) degree
program.
Subjects' responses to the Teacher Efficacy Scale (Gibson and Dembo,
1984) were submitted to principal components factor analysis. A varimax
rotation was used in determining the factor solution at each of the four
administrations (June, 1991; August, 1991; November, 1991; June, 1992).
Kaiser's criterion of eigenvalues greater than one (Kaiser and Rice, 1974)
and Cattell's scree test (Cattell, 1978) were used to determine the number of
factors that were considered. Three factors were selected. Factor one
accounted for 14% of the variability and was labeled Teacher's
Responsibility for Positive Student Outcomes. Factor two accounted for
12% of the variability and was labeled Teacher's Confidence in Personal
Skills and Abilities. Factor three accounted for 8% of the variability and was
labeled General Teaching Efficacy. Factors one and two in this study
seemed to represent two separate dimensions of the teacher's sense of
personal efficacy.
Due to the small number of subjects (N= 49) and the non-randomized
composition of the sample, this research sought to determine those items
that loaded on each factor that were most highly representative of the factor
structure within the designated population. Therefore, only items which
loaded at .60 or above were included to interpret each factor. Items and
factor loadings selected to represent each of the three factors are shown in27
table 4.1. A complete identification of items loading .60 or greater on each
of the other factors is included in appendix F.
Table 4.1
Factor Items and Loadings for the Teacher Efficacy ScaleJune, 1991
Factor Items loading on factor 1
loading (Teacher's Responsibility for Positive Student Outcomes)
.63 When a student does better than usual, many times it is
because I exerted a little extra effort.
.61 Some students need to be placed in slower groups so they
are not subjected to unrealistic expectations.
.67 When a student gets a better grade than he usually gets, it is
usually because I found better ways of teaching that student.
.67 If a student masters a new math concept quickly, this might
be because I knew the necessary steps in teaching that
concept.
Items loading on factor 2
(Teacher's Confidence in Personal Skills and Abilities)
.74 If a student in my class becomes disruptive and noisy, I feel
assured that I know some techniques to redirect him quickly.
.64 My teacher training program and/or experience has given
me the necessary skills to be an effective teacher.
.64 If one of my students couldn't do a class assignment, I would
be able to accurately assess whether the assignment was at
the correct level of difficulty.
.63 When a student is having difficulty with an assignment, I am
usually able to adjust it to his/her level.
Item loading on factor 3
(General Teaching Efficacy)
.66 The amount a student can learn is primarily related to family
background.28
Six additional items loaded (.47 - .59) on the General Teaching Efficacy
factor but were not included in the interpretation because they did not load
at the specified level of .60 or greater. These six items are shown in
appendix E.
Table 4.2 indicates Chronbach's alpha coefficients for each of the
factors at the June, 1991 administration. Remaining alpha coefficients for
factors at the August, 1991, November, 1991, and June, 1992 administrations
are shown in appendix F.
Table 4.2
Chronbach's Alpha Coefficients for Teacher Efficacy Factors, June, 1991
Time Factor Alpha
June 1 .660
1991 2 .658
3
Note. Since a single item was used to represent factor 3, no coefficient could
be calculated.
Results further indicated that the factor structure used to identify and
name the three factors at the June, 1991 administration of the Teacher Efficacy
Scale (Gibson and Dembo, 1984) underwent change during the subjects' MAT
program. The two factors that comprised the teacher's sense of personal
efficacy (Teacher's Responsibility for Positive Student Outcomes and Teacher's
Confidence in Personal Skills and Abilities) were not as clearly delineated at
the August, 1991, November, 1991, and June, 1992 administrations as was the
case at the June, 1991 administration.29
Pearson r correlations were calculated for each of the three factors
identified as comprising the subjects' sense of efficacy at the June, 1991,
August, 1991, November, 1991, and June 1992 administrations of the
Teacher Efficacy Scale (Gibson and Dembo, 1984). Table 4.3 indicates
correlations with p-values < 0.05 between the factors which described the
subjects' sense of efficacy and the independent variables of age, time since
completion of the baccalaureate degree (GdT), and scores earned on the
general knowledge (GK) and communications skills (CS) components of the
NTE. Results were rounded to two significant digits.
Wallen and Fraenkel (1991) suggested that statistics such as the
Pearson r are useful in expressing the degree of relationship (correlation)
between two variables. However they cautioned that correlations alone
may not completely reflect the nature of the relationship between a pair of
variables. Scatterplots of data are helpful to assess the appropriateness and
to illustrate the degree of relationship, if one exists, between two variables
(Wallen and Fraenkel, 1991).
Therefore, to aid in clarity of data presentation, data plots with best
fitted lines for each of the indicated correlations in Table 4.3 are included in
Figures 114. Plots of data that indicated a correlation between one of the
independent variables and a factor whose structure was clearly identifiable
as either Teacher's Responsibility for Positive Student Outcomes or
Teacher's Confidence in personal Skills and Abilities were labeled with the
appropriate factor name, independent variable, correlation coefficient, and
administration date.30
Table 4.3
Correlation Matrix Summary For Efficacy Factors and Selected Independent Variables of
Age, Time Since Completion of the Baccalaureate Degree (GdT), and Score Earned on the
General Knowledge (GK), and Communication Skills (CS) Components of the National
Teacher Examination.
Time Factor Age GdT GK CS
June Teacher's Confidence .32
1991 in Personal Skills and p= .02
Abilities
Aug. Teacher's Confidence .30
in Personal Skills and p= .02
1991 Abilities
Teacher's Sense of .26
Personal Efficacy p= .04
Teacher's Responsibility -.40 -.30
for Positive Student Outcomesp= < .01 p= .02
Nov. Teacher's Sense of .32
1991 Personal Efficacy P= .02
Teacher's Confidence .45 .26 .48 .27
in Personal Skills and p= < .01p= .04p= < .001p= .03
Abilities
June Teacher's Confidence .44
1992 in Personal Skills and p= .001
Abilities
Teacher's Sense of .27 .39 .40
Personal Efficacy P= .04 p= < .01 p= < .01
Note. Correlations with p-values > .05 were omitted.31
Each of the remaining data plots represented a correlation between an
independent variable and a factor that represented the teacher's sense of
personal efficacy. However, the factors correlating with these data could
not be clearly determined to represent either Teacher's Responsibility for
Positive Student Outcomes or Teacher's Confidence in Personal Skills and
Abilities. Therefore, these data were labeled Teacher's Sense of Personal
Efficacy. The factor name, corresponding independent variable, correlation
coefficient, and administration date (August, 1991, November, 1991, or
June, 1992) were included on the appropriate axis of each data plot.
It can be seen from table 4.3 that the teacher's age variable produced
four correlations (based on p-values < .05) with teacher's sense of efficacy.
Age was the only independent variable that produced a correlation with
teacher's sense of efficacy at each of the four administrations. Figures 1, 2, 3,
and 4 show plotted data points and represent the correlations between
teacher's age and teacher's efficacy.
Figure 1 (June, 1991) displays the plot of the .32 correlation between
teacher's age and teacher's confidence in personal skills and abilities. The
distribution pattern was elliptical except for a single outlying point that
suggested the presence of a young subject with an unusually low sense of
confidence in personal skills and abilities as compared to the remainder of
the population. Furthermore, figure 1 provided tentative evidence that as
the MAT cohort began their program (June, 1991), older subjects were more
confident in their teaching abilities than were younger subjects.
Figure 2 represents the August, 1991 correlation of -.40 between
teacher's age and teacher's responsibility for positive student outcomes.
Distribution of the data points suggested there was a decrease in the
strength of the efficacy variable as the age of the subject increased.0) 6.0
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Figure 1. Data Plot of Correlation Between Teacher's Confidence in
Personal Skills and Abilities and Teacher's Age (June, 1991)
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Figure 2. Data Plot of Correlation Between Teacher's Responsibility for
Positive Student Outcomes and Teacher's Age (August, 1991)
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Figure 3 represents a .45 correlation between age and the teacher's
confidence in personal skills and beliefs (November, 1991). The .45
correlation was the strongest correlation produced between age and
efficacy. Moreover, figure 3 provided a modest suggestion that increased
subject age was associated with an increased level of subject confidence in
personal teaching skills and abilities.
Data shown in figure 4 (June, 1992) represent a correlation of .27
between teacher's age and the factor labeled teacher's sense of personal
efficacy. Although this correlation was positive, the distribution pattern
was irregular. The relationship between age and efficacy as represented by
these data appeared to be random.
Figure 5 represents the data plot of the correlation between the
independent variable years since completion of the teacher's baccalaureate
degree (GdT) and the teacher's confidence in personal skills and abilities
factor (November, 1991). This was the only correlation described in this
study between these two variables. Observation of the data reveal a
rectangular distribution with little strength in the positive direction. When
considered together, the .26 correlation and the distribution pattern of the
data suggest a cautious approach regarding a possible linear relationship
between efficacy and years since receipt of the subject's baccalaureate
degree.0) 6.0,
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Figure 3. Data Plot of Correlation Between Teacher's Confidence in
Personal Skills and Abilities and Teacher's Age (November, 1991)
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Figure 6 displays the August, 1991 data plot of the correlation
between the general knowledge score variable (GK) of the NTE and the
teacher's confidence in personal skills and abilities factor. A single outlying
data point is clearly visible in figure 6. This outlier indicated a mid-range
general knowledge score (664) and was located at 1.5 on the efficacy axis.
The next closest data point was located at 3.5 on the efficacy axis. The
unusually low level of efficacy suggested by this outlying data point may
have resulted in a concomitantly low correlation not represented by the
remainder of the data.
Data displayed in figure 7 (August, 1991) produced a .26 correlation
between the GK variable and the factor labeled teacher's sense of personal
efficacy. Furthermore, .26 was the weakest correlation obtained between
efficacy and any of the general knowledge variables described in this study.
The distribution pattern was random. There was minimal evidence to
support the notion that within this population, higher levels of general
knowledge were associated with higher levels of this particular efficacy
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Figure 6. Data Plot of Correlation Between Teacher's Confidence in
Personal Skills and Abilities and the General Knowledge Component Score
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Figure 7. Data Plot of Correlation Between Teacher's Sense of Personal
Efficacy and the General Knowledge Component Score of the National
Teacher Examination (August, 1991)
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Figure 8 displays the data that produced the only negative correlation
(-.30) between the GK variable and an efficacy factor -- specifically, teacher's
responsibility for positive student outcomes (August, 1991). GK score
ranged from 647 through 687. The distribution displayed the greatest
spread midway (667) on the GK score axis. GK scores above 667 displayed
a noticeable movement toward the regression line. This movement was
particularly noticeable in those scores associated with the strongest sense of
efficacy. The correlation represented in figure 8 was of further interest, not
only because it was one of only two negative correlations reported, but
because it appeared on the identical factor (teacher's responsibility for
positive student outcomes, August, 1991) that produced the other negative
correlation that was reported (-.40 with age, figure 2).
Figure 9 displays the data plot of the .32 correlation between the GK
variable and the factor labeled teacher's sense of personal efficacy
(November, 1991). The distribution revealed a clustering of the data.
Sixty-four percent of the data were distributed between 3.5 and 5.0 on the
6-point efficacy axis and between 655 and 677 on the GK score axis. The five
highest GK scores fell above the mean efficacy point (4.25) of the data
cluster described in figure 9.
Figure 10 displays the data plot of the correlation (.48) between the
GK variable and the teacher's confidence in personal skills and abilities
factor of November, 1991. Not only was .48 the strongest GK correlation
obtained, but it was also the strongest of any correlation obtained and
described in this study. The distribution was the most cohesive of any of
the data plots and the most suggestive of a supportable linear relationship
between general knowledge and teacher's confidence in personal skills and
abilities.0)6.0
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Figure 8. Data Plot of Correlation Between Teacher's Responsibility for
Positive Student Outcomes and the General Knowledge Component Score
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Figure 9. Data Plot of Correlation Between Teacher's Sense of Personal
Efficacy and the General Knowledge Component Score of the National
Teacher Examination (November, 1991)
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Figure 10. Data Plot of Correlation Between Teacher's Confidence in
Personal Skills and Abilities and the General Knowledge Component Score
of the National Teacher Examination (November, 1991)45
Figure 11 displays the plot of the correlation (.44) between the GK
variable and the teachers confidence in personal skills and abilities (June,
1992). Two points appear to be outliers. One point appears at 2 and the
other at 6 on the efficacy axis. Were it not for the two outliers, the
remaining distribution (95%) could be judged to be the most nearly linear of
the plots described in this study.
Figure 12, the final plot used to describe GK and efficacy correlations
in this study, displays the correlation (.39) between GK and the June, 1992
factor, teacher's sense of personal efficacy. Based on examination of the
distribution pattern there was tentative evidence to suggest that higher
levels of efficacy were associated with increased general knowledge scores
in this population.
Figure 13 displays the plot of the correlation (.27) between the
communication skills score variable (CS) and the teacher's confidence in
personal skills and abilities factor (November, 1991). Ninety six percent of
the CS scores fell between 4 and 6 on the efficacy axis and were randomly
distributed along the score axis. Efficacy strength appeared to have little
relation to a subject's CS score.
Figure 14 displays the plot of the correlation (.40) between the CS
variable and the June, 1992 factor, teacher's sense of personal efficacy. The
distribution provided no clear support to suggest that higher
communication skills scores were associated with higher levels of efficacy as
represented by the June, 1992 teacher's sense of personal efficacy factor.
However, the .40 correlation does allow a tentative prediction in the
positive direction.N06.0
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Figure 11. Data Plot of Correlation Between Teacher's Confidence in
Personal Skills and Abilities and the General Knowledge Component Score
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Figure 12. Data Plot of Correlation Between Teacher's Sense of Personal
Efficacy and the General Knowledge Component Score of the National
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Figure 14. Data Plot of Correlation Between Teacher's Sense of Personal
Efficacy and the Communication Skills Component Score of the National
Teacher Examination (June, 1992)50
Means and standard deviations of efficacy responses that comprised
each factor were calculated for each baccalaureate major group at the June,
1991; August, 1991; November, 1991; and June, 1992 administrations. For
clarity of reporting purposes, baccalaureate majors were classified on the
basis of the college in which the major is housed. Therefore, baccalaureate
majors were grouped into two collegesLiberal Arts and Home
Economics. A composite of all remaining majors not housed within one of
the two identified colleges comprised the third group. Results of this
analysis are shown in table 4.4.
Table 4.4
Means and Standard Deviations (SD) of Baccalaureate Major Groups for
Efficacy Factors: June, 1991; August, 1991; November, 1991; June, 1992
Time Factor Name Group
June
1991
Liberal ArtsHome Economics Others
mean (SD) mean (SD) mean (SD)
Teacher's Responsibility3.87(.76) 3.89(.62) 4.53(.51)
for Positive Student
Outcomes
Teacher's Confidence 4.12(.79) 3.84(.48) 4.34 (.52)
in Personal Skills and
Abilities
General Teaching 2.93(1.34) 2.82 (1.40) 2.25 (1.04)
Efficacy
Aug.
1991
Teacher's Confidence 4.69(.60) 4.58 (.44) 4.41 (1.30)
in Personal Skills and
Abilities
Teacher's Sense of 4.25(.78) 4.35 (.58) 4.44 (.50)
Personal Efficacy
Teacher's Responsibility 3.40(.89) 25/ (.96) 3.03 (.67)
for Positive Student
Outcomes
(table continues)51
Time
Nov.
Factor Name
Liberal Arts
Group
Home Economics Others
mean(SD) mean(SD) mean(SD)
1991
Teacher's Sense of 4.28(.76) 4.20(.90) Liga(.48)
Personal Efficacy
Teacher's Sense of 4.10(.87) 4311(.62) 4.13(.85)
Personal Efficacy
Teacher's Confidence
in Personal Skills and
4.66(.73) 4.93(.33) 5,1(1(.55)
Abilities
June
1992
Teacher's Responsibility
for Positive Student
3.04(1.00) (1.21) 2.75(1.10)
Outcomes
Teacher's Confidence
in Personal Skills and
4.10(.76) 3.93(.58)4a (.56)
Abilities
Teacher's Sense of 4.31(.90) 4.00(1.02) ,8.(2 (.47)
Personal Efficacy
Note. The highest group mean for each factor is underlined
Results of the means analysis indicated differences in the level of
teacher' sense of efficacy expressed by each of the three baccalaureate major
groups at each of the administration times. Mean level of sense of efficacy
was represented by those items that comprised each of the individual
factors identified in table 4.4. Individual items that comprised each factor
are shown in appendix E.
Based on the mean levels of the three groups at the June, 1991
administration, the group designated "Others" was higher in expressed
sense of responsibility for positive student outcomes and in their confidence
in personal skills and abilities. However, on the general teaching efficacy52.
factor, the Liberal Arts group mean was highest. This suggested that of the
three groups examined, subjects in the Liberal Arts group believed most
strongly that students can be taught given such factors as family
background, IQ, and school conditions.
The Liberal Arts group expressed the highest confidence in personal
skills and abilities at the August, 1991 administration, followed by the
Home Economics and "Others" groups. Mean scores based on the items that
comprised the teacher's responsibility for positive student outcomes factor
suggested that the Home Economics group was most willing to accept
responsibility for the positive achievement demonstrated by students.
Mean scores after the subjects' first period of teaching experience
within the MAT program (November, 1991) revealed that the group
designated "Others" expressed the most confidence in their personal skills
and abilities followed by the Home Economics and Liberal Arts groups
respectively. Moreover, the mean score of the Liberal Arts group declined
.03 from the August, 1991 while the level of expressed confidence increased
within the Home Economics and "Others" groups.
Mean scores for the June, 1992 administration indicated that the
highest level of the factor labeled responsibility for positive student
outcomes was expressed by the Home Economics group. The lowest mean
scores on this factor was expressed by the "Others" group. It can also be
seen that the mean score of each of the groups on this factor was lower than
for any of the other administrations. The "Others" group produced the
highest mean score for the teacher's confidence in personal skills and
abilities factor at this administration time (June, 1992).
To further explore the relationship between efficacy dimensions
expressed by the subjects, a series of multiple regression analyses were53
conducted. No mathematically significant interactions were indicated.
However, results indicated that at the second administration (August 1991),
that age accounted for the largest share of the variance in the prediction of
the factor labeled Teacher's Responsibility for Positive Student Outcomes.
Age also accounted for the largest share of the variance at the third
administration (November, 1991) in the prediction of the factor labeled
Teacher's Confidence in Personal Skills and Abilities.
R2 for the full model, Teacher's Responsibility forPositive Student
Outcomes and the independent variables of age, time since completion of
the baccalaureate degree, and their interaction, accounted for 16.3 % of the
variability. The variable of age made the largest contribution (R2 = .163,
p = < .05) to this prediction. A second multiple regression analysis
examined the dependent variable labeled Teacher's Confidence in Personal
Skills and Abilities. Results indicated an R2 for the full model that
accounted for 23.8% of the variability. Once again, the independent variable
of age made the largest contribution (R2= .202, p = < .01) to the prediction.
Results of the two multiple regressions are summarized in table 4.5. To aid
in clarity of data presentation, data plots with best fitted lines for Teacher's
Responsibility for Positive Student Outcomes on age and Teacher's
Confidence in Personal Skills and Abilities on age are included in Figures 15
and 16. No other predictions reached mathematical significance.54
Table 4.5
Multiple Regression Summaries for Efficacy by Age, Time Since
Completion of the Baccalaureate Degree (GdT), and Their Interaction
Dependent
Variables
August, 1991
Factor 1
Teacher's Responsibility for
Positive Student Outcomes
November, 1991
Factor 2
Teacher's Confidence
in Skills and Abilities
Independent
Variables
t-statisticp-value t-statisticp-value
Age -2.402 .02 2.869 < .01
GdT .046 .96 - .121 .90
Age x GdT -.050 .96 .12 .9155
21 26 31 36 41 46 51
Teacher's Age (years)
Figure 15. Data Plot of the Contribution of Age from the Multiple
Regression of Teacher's Responsibility for Positive Student Outcomes by
Age, Years Since Completion of the Teacher's Baccalaureate Degree, and
Their Interaction (August, 1991)56
21 26 31 36 41 46 51
Teacher's Age (years)
Figure 16. Data Plot of the Contribution of Age from the Multiple
Regression of Teacher's Confidence in Personal Skills and Abilities by Age,
Years Since Completion of the Teacher's Baccalaureate Degree, and Their
Interaction (November, 1991)57
Three factors were used to describe the sense of self-efficacy of the
subjects who participated in this study. Factors one and two were used to
represent the subjects' sense of personal teaching efficacy. These factors
were labeled teacher's responsibility for positive student outcomes and
teacher's confidence in personal skills and abilities. The third factor was
labeled general teaching efficacy and was used to represent the subjects'
belief in the extent to which students can be taught when factors such as
family background, IQ, and school conditions are considered. The
correlations that resulted between dependent variables represented by the
three factors described and the independent variables of age, years since
completion of a subject's baccalaureate degree, scores obtained on the
general knowledge and communications skills components of the NTE, and
baccalaureate major groups yielded some enticing results. The general
knowledge variable produced seven correlations with self-efficacy. These
included the strongest correlations with the teacher's confidence in personal
skills and abilities factor (.48) at the November, 1991 administration and
(.44) with the same factor at the June, 1992 administration.
Two noteworthy correlations, one positive and one negative, between
age and sense of self-efficacy appeared. These correlations were of special
interest because of the age range (25 years) represented within the
population. The possibility emerged that efficacy could be affected not only
by age, but by the time (years) since a subject's receipt of the baccalaureate
degree.
Multiple regression analyses provided evidence that suggested an
absence of interaction between age and time since receipt of the
baccalaureate degree. Therefore, within this population, when age and time58
since receipt of the baccalaureate degree were considered, age appeared to
be the most important determinant that affected efficacy.
Considered solely in light of the means calculated for the three
designated baccalaureate major groups, there was tentative evidence to
suggest that within the Liberal Arts group and the group designated
"Others" the subjects' sense of self-efficacy, as represented by those items
that comprised the teacher's sense of personal teaching efficacy (factors one
and two, June, 1991), was, with a single exception, lower at the completion
of the MAT program. The mean score of all groups declined on the
teacher's responsibility for positive student outcomes factor. However,
table 4.4 does show that the mean score of the Home Economics group's
sense of teacher's confidence in personal skills and abilities showed a .09
increase. The factor structure used to represent the teacher's sense of
personal teaching efficacy underwent change during this study. Therefore,
caution must be used when interpreting the subjects' sense of self-efficacy
based on the differences in the mean scores shown in table 4.4.59
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
The purpose of this study was to assess the change in the sense of self-
efficacy in a group of graduate preservice elementary teachers at Oregon
State University as they progressed through a calendar year Master of Arts
in Teaching (MAT) degree program.
Forty-nine subjects (46 females; 3 males) were administered the
Teacher Efficacy Scale (Gibson and Dembo, 1984) four times during their
MAT program. Administration one occurred at the beginning of the
subjects' program (June, 1991). The second administration was completed at
the end of the subjects' initial quarter of professional coursework within the
MAT program (August, 1991). The third administration was performed at
the completion of the subjects' initial classroom experience within the MAT
program (November, 1991). The final administration was performed at the
completion of the subjects' MAT program (June, 1992).
Factor analysis resulted in the selection of a three-factor solution.
Factor one was labeled teacher's responsibility for positive student
outcomes, and factor two was labeled teacher's confidence in personal skills
and abilities. These two factors represented the subjects' sense of personal
teaching efficacy. Factor three was labeled teacher's sense of general
teaching efficacy and appeared to represent the subjects' beliefs about
teaching in general.
Subjects were divided into three baccalaureate major groups based on
the college in which the major is housed. Means and standard deviations
were calculated for each of the three baccalaureate major groups at each of
the four administrations. There was tentative evidence to suggest that the60
sense of self-efficacy of those subjects within the Home Economics group
declined less than the sense of self-efficacy of the subjects within the Liberal
Arts group and the "Others" group. The mean score of subjects within the
Home Economics group on the June, 1992 factor that represented the
teacher's confidence in personal skills and abilities showed a minimal (.09)
increase from the June, 1991 administration.
Results of calculated Pearson r coefficients suggested several possible
important relationships (correlations > .40). The correlation between
teacher's responsibility for positive student outcomes and the independent
variable teacher's age at the August, 1991 administration was -.40.
Furthermore, results of the November, 1991 administration suggested
important correlations between the factor labeled teacher's confidence in
personal skills and abilities and the independent variables teacher's age
(r =.45) and score earned on the General Knowledge (GK) component of the
National Teacher Examination ( r =.48). Results further indicated a
correlation (r =.44) at the June, 1992 administration between the factor
labeled teacher's confidence in personal skills and abilities and the
independent variable, General Knowledge score. A notable correlation
(r =.40) was also indicated between teacher's sense of personal efficacy and
the Communication Skills (CS) score variable at the June, 1992
administration.
Results of multiple regression analyses indicated no significant
interactions between age and years since completion of the subject's
baccalaureate degree. However, results did indicate that age made the most
important contribution to the two predictions described.61
Conclusions
Results of this study supported past and current research that
teachers' sense of efficacy exists as a multidimensional construct that
includes personal efficacy as well as general efficacy components. The
factor structure that emerged from these data indicated that in this
population, the teacher's sense of personal efficacy was comprised of two
dimensions; the Teacher's Responsibility for Positive Student Outcomes and
the Teacher's Confidence in Personal Skills and Abilities. The dimension of
General Teaching Efficacy, as suggested in the literature, was supported by
these data. However, this study found that the major efficacy emphasis
within this populationacross all administrationswas on the teachers'
sense of personal efficacy. This may have been due to the subjects' minimal
experience in the teaching arena, prior to entering the elementary MAT
program or to factors such as the "optimistic bias" suggested by Weinstein
(1988; 1989). Another causal factor could be that clearly discernible personal
beliefs about the extent to which students can be successfully taught given
such factors as family background, IQ, and school conditions (general
teaching efficacy) may develop only after the repeated personal experience
and observation acquired through the inservice classroom setting.
Furthermore, it may be that previous research has inaccurately described
the differentiation between personal teaching efficacy and general teaching
efficacy. This study found the loading of factor items usually associated
with either the personal efficacy or general teaching efficacy dimension to
be more random than in previous research.
The multiple regression predictions of teacher's responsibility for
positive student outcomes by age, years since completion of the teacher's
baccalaureate degree, and their interaction and the prediction of Teacher's62
Confidence in Personal Skills and Abilities by age, years since completion of
the teacher's baccalaureate degree, and their interaction provided a
promising suggestion that in this population age was an important
determinant that affected the subjects' sense of efficacy. The absence of
significant interaction effects and the finding that age was responsible for
nearly the entire amount of variability provided support for the Pearson r
correlations obtained between efficacy and age at the August, 1991 and the
November, 1991 administrations.
The correlation (-.40) between age and the teacher's responsibility for
positive student outcomes factor obtained after the subjects' initial quarter
of professional coursework within the M. A. T. (August, 1991) was only .01
below the .41 level suggested by Wallen and Fraenkel (1991) as the lower
bound for theoretical as well as practical significance. Nevertheless, this
correlation suggested some intriguing possibilities. First, this relationship
could imply that after their initial quarter of professional coursework
(August, 1991), older subjects felt less confident than younger subjects that
they could successfully perform those activities necessary to cause positive
student outcomes to occur. Therefore, the older subjects may have been less
ready to accept the role of a primary causal agent in student learning. A
second possibility is that in the face of minimal formal teaching experiences
from which to acquire personal teaching efficacy information, older subjects
used personal efficacy estimates acquired outside the teaching arena as the
basis for their acceptance of responsibility for positive student outcomes.
Because the older subjects in this study likely possessed a wider array of
experiences from which to form their efficacy beliefs, their responses may
have indicated a belief that their personal success, or lack thereof, was due
primarily to personal effort, initiative, persistence, or other personal63
attributes rather than to direct intervention by another individual.
Therefore, the negative correlation obtained may have suggested that older
subjects believed more strongly than their younger counterparts that
responsibility for positive learning outcomes rests more with the student
than with the teacher.
The two strongest correlations emerged after the subjects initial
period of classroom experience within the M. A. T. program
(November, 1991). Both age (.45) and general knowledge score (.48) were
positively correlated with the factor, Teacher's Confidence in Personal Skills
and Abilities. There was a clear indication that after their initial field
experience period (November, 1991) an increase in subjects' age was
associated with higher levels of the factor labeled Teacher's Confidence in
Personal Skills and Abilities. Likewise, in this population, higher levels of
general knowledge were associated with higher levels of subject efficacy
related to confidence in personal skills and abilities. The greater breadth of
general life experience from which the older subjects were presumably able
to compose their efficacy beliefs likely served as an important contributor in
support of these subjects' sense of efficacy, and therefore confidence, within
the teaching environment.
General knowledge was also positively correlated (.44) with the
subjects' confidence in personal skills and abilities at the completion of the
M. A. T. program (June, 1992). Although smaller than the .48 correlation
found at the November, 1991 administration, the June, 1992 correlationwas
important because it suggested the possibility that confidence in personal
skills and abilities remained largely intact in those subjects with higher
levels of the general knowledge score variable. Furthermore subjects'64
confidence in their skills and abilities could be seen to increase substantially
when compared to the June, 1991 and August, 1991 measures.
The general knowledge (GK) component score variable was
particularly notable, not only because it produced the most notable single
correlation (.48), but because it also correlated with efficacy more frequently
(seven times) than any of the other variables indicated in this study.
Moreover, although only two of the seven correlations exceeded the level
suggested for theoretical as well as practical significance (.41), general
knowledge was the only variable correlated with at least two efficacy factors
at the August, 1991; November, 1991; and June, 1992 administrations of the
Teacher Efficacy Scale.
A correlation of .40 was obtained between the factor labeled Teacher's
Sense of Personal Efficacy and the communications skills score (CS)variable
at the June, 1992 administration. Nevertheless, because this correlation was
only .01 below the level suggested for significance, it presented the
possibility that high levels of demonstrated skills in the areas of reading,
writing, and listening may contribute to a stronger sense of personal
efficacy.
The correlations between the efficacy factors and independent
variables identified within the present study should be viewed a specific to
the population used in this study. Because this study did not seek to
examine teachers' sense of efficacy as related to an individual preservice
teacher's particular teaching environment, the correlations obtained should
not be used to infer a subject's future success as practicing professional
educator. Teachers work within an environment of interacting personal and
contextual variables any one of which can affect the teacher's sense of
efficacy. The teacher's ability to deal with the changing dynamics of the65
educational milieu involves the organization of cognitive, social, and
behavioral skills into an integrated course of action (Bandura, 1982).
Finally, because of the limited population that comprised this study,
any implications from the findings must be approached cautiously.
Additional studies involving significantly larger populations of like subjects
are required before supportable predictions can be confidently indicated.
Recommendations for Further Study
1. Longitudinal studies should be conducted to investigate the effects
of situation-specific variables on the development of pre-service teachers'
sense of efficacy during the preservice experience and through their initial
socialization into the profession.
2. Studies should be conducted to examine the effects of program
variables such as breadth and content of professional coursework, field
experience sequence, frequency and duration, format and frequency of
supervision provided by university faculty, and preservice teachers'
perceptions of the process of determining mentor/cooperating teachers and
field placement sites to provide additional understanding of how
programmatic variables may affect the preservice teacher's sense of efficacy.
3. Studies should be conducted that employ qualitative measures to
assess preservice teachers' sense of efficacy. Qualitative studies should
focus on determining the subject's present sense of efficacy as it is affected
by both global factors and situation specific variables. Moreover, qualitative
measures should seek to obtain a deeper, first-hand understanding of the66
possible sources and experiences from which the subject's sense of efficacy
was derived.
4. Replication of this study should be conducted with other MAT
cohorts to examine the structure of preservice teachers' sense of efficacy in
different populations.
Recommendations for Future M A T Programs
Program recommendations are based on the fact that this was a
singular study conducted on the first cohort of students in the elementary
MAT program. Therefore, the recommendations presented should be
considered within this framework.
1. The issue of gender in future cohorts should be examined to clearly
reflect the actual distribution of males and females within the elementary
teaching profession.
2. The composition of future MAT cohorts should be examined to
identify ways to increase participation of individuals who represent more
geographically and ethnically diverse populations.
Teacher education programs aim to develop teachers who possess the
necessary attitudes, knowledge, and skills to facilitate positive learning
outcomes for students. Moreover, self-referent thought mediates the
relationship between knowledge and action and affects the individual's
motivation and behavior (Bandura, 1982). Because teachers' sense of
efficacy has been associated with positive gains in student achievement, it is
essential that teacher education strive to obtain and make available to
teacher education students information that will assist these students to
more fully understand and develop their sense of self-efficacy, as teacher
and individuals.67
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APPENDIX C
NAME (6-91)
Teacher Efficacy Scale
1983 Sherri Gibson, PhD.
Please indicate the degree to which you agree
or disagree with each statement below by circling
the appropriate numeral to the right of each statement
1. When a student does better than usual, many times it is because I
exerted a little extra effort.
2. The hours in my class have little influence on students compared to
the influence of their home envinarunent.
3. If parents comment to me that their child behaves much bear at
school than he/she does at home, it would probably be because 1 have
some specific technique of managing hisiber behavior which they may
bck.
4. The amount that a student can learn Is primarily related to family
background.
5.1f a teacher has adequate skills and motivation, he/she can get through
to the most difficult students.
6. If students aren't disciplined at home, they aren't likely to accept any
discipline.
7. I have enough training to deal with almost any learning problem.
8. My teacher training imam and/ocatpericaoe has given me the
necessary skills to be an effective teacher.
9. Many teachers are stymied in their attempts to help students by lack
of support from the community.
10. Some students need to be placed in slower groups so they are not
subjected to unrealistic expectations.
11. Individual differences among teachers account for the wide variations
in student achievement.
12. When a student is having difficulty with an assignment, lam usually
able to adjust it to his/her level.
13. If one of my new students cannot remain on task fa a particular
assignment, there is little that I could do to increase his/her attention
until he/she is ready.
iff
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12 34 S6
I 2 3 4 56
12 3456
1234 56
12 3 4 S6
123456
12 3 456
1 2 34 56
12 3456
12 34 56
1 2 34 56
12 3 4 S 6
1 2 3 4 5 614. When a student gets a better grade than he usually gets, it is usually
because I found better ways of teaching that student.
15. When I really try, I can get through to most difficult students.
16. A teacher is very limited in what he/she can achieve because a
student's home environment is a large influence on his/her achievement.
17. Teachers are not a very powerful influence on student achievement
when all factors are considered.
18. If students are particularly disruptive one day. I ask myself what I
have been doing differently.
19. When the grades of my students improve h is usually because I found
more effective teaching approaches.
20. If my principal suggested that I change some of my class curriculum,
I would feel confident that I have the necessary skills to implement the
unfamiliar curriculum.
21. If a student masters a new math concept quickly, this might be
because I new the necessary steps in teaching that concept.
22. Parent conferences can help a teacher judge how much to expect from
a student by giving the teacher an idea of the parents' values toward
education, discipline, etc..
23. If parents would do more with their children, I could do more.
24. If a student did not remember information I gave in a previous lesson,
I would know how to increase his/her retention in the next lesson.
25. If a student in my class becomes disruptive and noisy, I feel assured
that I know some techniques to redirect him quickly.
26. School rules and policies hinder my doing the job I was hired to do.
27. The influence of a student's home experiences can be overcome by
good teaching.
28. When a child progresses after being placed in a slower group, it is
Usually because the teacher has had a chance to give him/her extra
attention.
29. If one of my students couldn't do a class assignment, I would be able
to accurately assess whether the assignment was at the correct level of
difficulty.
30. Even a teacher with good teaching abilities may not reach many
students.
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Request to MAT Coordinators for Permission to Administer Teacher
Efficacy Scale
DEPARTMENT OF
CURRICULUMAND
INSTRUCTION
OREGON
STATE
UNIVERSITY
College .f &hoodoo
Ei kooks Nall 422
Corvallis, Grego.
973314502
lepitaar
503-7374449
May 18, 1992
To: MAT Coo
From:Ken Ahre
Re: Continued-search with theATclassof 1992
76
One of the goals of the collegeis to conduct ongoing
research with respect to the variousaspects of the lives
of teachers.In June, August, and Novemberthe MAT
students completed a teacherefficacy instrument
presented to them by you and DuaneBigler as part of his
dissertation project.This instrument is beingdistributed
again as your students nearthe end of their training. MAT
students will be asked tocomplete this instrument at the
conclusion of their first, third.and fifth year of teaching
as well.
Please assist Duane as he worksunder our direction to
collect data again from this groupof students.It is best
if he takes ten minutes tocollect the information at one
time.However, we can provide mailingenvelopes if you
desire.Duane will contact you to arrange atime to
collect this data.
Next year we will again assign agraduate student to
continue data collection withthe MAT class of 1993 and
begin the process again. Thank youfor your contributions
and patience during thisstudy.
cc: W. Haverson
L Haddon
Redacted for privacy77
APPENDIX E
Factor Items and Loadings for the Teacher Efficacy Scale
June, 1991; August, 1991; November, 1991; June, 1992
Factor Items and Loadings for the Teacher Efficacy ScaleJune, 1991
Items loading on factor 1
Factor Loading
.63 When a student does better than usual, many times it
is because I exerted a little extra effort.
.61 Some students need to be placed in slower groups so
they are not subjected to unrealistic expectations.
.67 When a student gets a better grade than he
usually gets, it is usually because I found better ways
of teaching that student.
.67 If a student masters a new math concept quickly, this
might be because I knew the necessary steps in
teaching that concept.
Items loading on factor 2
.74 If a student in my class becomes disruptive and noisy,
I feel assured that I know some techniques to redirect
him quickly.
.64 My teacher training program and/or experience has
given me the necessary skills to be an effective
teacher.
.64 If one of my students couldn't do a class assignment, I
would be able to accurately assess whether the
assignment was at the correct level of difficulty.
.63 When a student is having difficulty with an
assignment, I am usually able to adjust it to his/her
level.78
Item loading on factor 3
.66 The amount a student can learn is primarily related to
family background.
Additional Factor Items and Loadings for the Teacher Efficacy Scale,
Factor 3, June, 1991.
Factor Loading General Teaching Efficacy
-.47 The influence of a student's home experiences can be
overcome by good teaching.
.47 Many teachers are stymied in their attempts to help
students by lack of support from the community.
.50 Teachers are not a very powerful influence on student
achievement when all factors are considered.
.52 A teacher is very limited in what he/she can achieve
because a student's home environment is a large
influence on his/her achievement.
.52 The hours in my class have little influence on students
compared to the influence of their home environment.
.59 If students aren't disciplined at home, they aren't
likely to accept any discipline.
Factor Items and Loadings for the Teacher Efficacy ScaleAugust, 1991
Factor loading Items loading on factor 1
.65 If a teacher has adequate skills and
motivation, he/she can get through to the
most difficult students.
.72 My teacher training program and/or
experience has given me the necessary skills
to be an effective teacher.
.80 When a student is having difficulty with an
assignment, I am usually able to adjust it to
his/her level.
.76 When I really try, I can get through to most
difficult students.79
.80 If students are particularly disruptive one
day, I ask myself what I have been doing
differently.
.71 If my principal suggested that I change some
of my class curriculum, I would feel
confident that I have the necessary skills to
implement the unfamiliar curriculum.
.77 The influence of a student's home
experiences can be overcome by good
teaching.
Items loading on factor 2
.80 I have enough training to deal with almost
any learning problem.
.72 Some students need to be placed in slower
groups so they are not subjected to unrealistic
expectations.
.70 If parents would do more with their
children, I could do more.
.66 If a student in my class becomes disruptive
and noisy, I feel assured that I know some
techniques to redirect him quickly.
Items loading on factor 3
.61 When a student gets a better grade than he
usually gets, it is usually because I found
better ways of teaching that student.
.64 If a student masters a new math concept
quickly, this might be because I new the
necessary steps in teaching that concept.
.61 Parent conferences can help a teacher judge
how much to expect from a student by giving
the teacher an idea of the parents' values
toward education, discipline, etc.
.71 When a child progresses after being placed in
a slower group, it is usually because the
teacher has had a chance to give him/her
extra attention.80
Factor Items and Loadings for the Teacher Efficacy ScaleNovember, 1991
Factor Loading Items loading on factor 1
.70 The hours in my class have little
influence on students compared to the
influence of their home environment.
.63 If parents comment to me that their child
behaves much better at school than he/she
does at home, it would probably be because I
have some specific technique of managing
his/her behavior which they may lack.
.90 If a teacher has adequate skills and
motivation, he/she can get through to the
most difficult students.
.62 When a student gets a better grade than he
usually gets, it is usually because I found
better ways of teaching that student.
Items loading on factor 2
.63 I have enough training to deal with almost
any learning situation.
.67 If one of my new students cannot remain on
task for a particular assignment, there is little
I could do to increase his/her attention until
he/she is ready.
-.65 A teacher is very limited in what he/she can
achieve because a student's home
environment is a large influence on his/her
achievement.
Items loading on factor 3
.62 If students are particularly disruptive one
day, I ask myself what I have been doing
differently.
.70 If my principal suggested that I change some
of my class curriculum, I would feel
confident that I have the necessary skills to
implement the unfamiliar curriculum.
.70 If parents would do more with their
children, I could do more.81
.66 If a student in my class becomes disruptive
and noisy, I feel assured that I know some
techniques to redirect him quickly.
Factor Items and Loadings for the Teacher Efficacy ScaleJune, 1992
Factor Loading Items loading on factor 1
.72 When a student does better than usual,
many times it is because I exerted a little extra
effort.
.73 When the grades of my students improve it
is usually because I found more effective
teaching approaches.
.65
.64
.65
.67
.60
.71
.77
.65
Items loading on factor 2
The amount that a student can learn is
primarily related to family background.
If a teacher has adequate skills and
motivation, he/she can get through to the
most difficult students.
I have enough training to deal with almost
any learning problem.
If students are particularly disruptive one
day, I ask myself what I have been doing
differently.
If a student in my class becomes disruptive
and noisy, I feel assured that I know some
techniques to redirect him quickly.
Items loading on factor 4
If parents comment to me that their
child behaves much better at school
than he/she does at home, it would
probably be because I have some
specific technique of managing his/her
behavior which they may lack.
Some students need to be placed in
slower groups so they are not subjected
to unrealistic expectations.
When I really try, I can get through to
most difficult students.82
.66 If a student masters a new math
concept quickly, this might be because I
knew the necessary steps in teaching
that concept.
Note. Factor four was used because all items that loaded on factor three
were less than .60.83
APPENDIX F
Chronbach's Alpha Coefficients for Teacher Efficacy Factors
August, 1991; November, 1991; June, 1992
Time Factor Alpha
August, 1991 1 .89
2 .68
3 .71
November, 1991 1 .81
2 .58
3 .78
June, 1992 1 .61
2 .72
4 .74
Note. Factor four (June, 1992) was used because all items that loaded on
factor three were less than 0.60.